The changes observed in the early 1990s have altered the conceptions of learning and teaching in the 21st century, which in turn have raised questions about the nature of teacher education and the core knowledge and skills to be taught to student teachers. Gaining insights about how student teachers project themselves as teachers of 21st century and how they assess their teaching capabilities became crucial for teacher educators and policy makers. This study was conducted with 40 pre-service teachers of English as a foreign language to investigate how they assess their teaching competences and how they project themselves as teachers of future. The study employed a convergent parallel mixed-method design. The findings from quantitative data indicated that their perception related to various teaching competencies was uniform and they feel themselves competent enough in teaching. However, they needed further help in classroom management. The qualitative data can be interpreted as a signal that our participants will possibly adopt a constructivist approach to language teaching.
Introduction
The twenty-first century students are expected to master content while producing, synthesizing and evaluating information from variety of sources, as well as to have good critical thinking, problemsolving and interpersonal communication skills. Powerful learning of this nature demands teachers who are well prepared and well suited to the needs of the learners (Darling-Hammond, 2006 ). The quality of the instruction and teacher started to be considered as key factors for student performance, which in turn directed attention to teacher education. In many countries teacher education programs have been redesigned based on the contemporary theories and good teaching practices. In line with these changes, in Turkey an educational reform movement started in 1999 and as part of this movement all teacher education programs, including teaching English as a foreign language program, were restructured. The basic drive of this reform was to bring uniformity and standardization to teacher training and certification (Seferoğlu, 2006) . However, we still have little information on the teaching competency level of the graduates and how they vision themselves as teachers of future.
Gaining insights about how student teachers project themselves as teachers of 21st century and how they envision themselves in terms of teaching competences would give invaluable information to both teacher educators and policy makers who are responsible for shaping and reshaping policies and practices accordingly. If we expect to take accurate and relevant curriculum restructuring decisions that will result in desirable changes within student teachers, and to help them acquire the knowledge, skills and dispositions that will allow them to succeed, it is important to discover their beliefs and conceptions about teacher-student roles, teaching and learning processes.
Teaching competences
In the late 1980s and early 1990s two trends influenced educational policies worldwide. The first is the appearance of global economy and the second is the expansion of the Internet worldwide network access. The outcomes of these trends varied on two levels. On the macro-structure the increased global competition forced several countries respond the change by adopting neo-liberal economic policies and by directing their attention to reforming their educational systems, which will enable them to become more competitive actors (Güven, 2008) . On the microstructure as the boundaries opened up and disappeared with globalization and information technologies, the way people communicate, work and learn also changed. With these drivers considerable international attention has been focused on the quality of teaching. Various reports worldwide pointed out that qualified teachers are the keys to raising quality and status of workforce, hence sustaining growth (see reports for example, OECD 2005; 2009) . This submission has also found evidence in research, and teacher quality has been shown to be the most important in-school factor in student achievement (e.g., Rowan et al., 2002; Sanders et al., 1997) . Consequently, the educators, scholars, and policymakers have been compelled to reconsider teacher education.
With the re-emergence of teacher education in policy agendas, countries worldwide have taken steps aiming at implementing professional standards, strengthening teacher education and certification requirements (Darling-Hammond, 2010) . The keystone question raised was the core knowledge and skills that a teacher was required to have. Drawing on research in educational sciences and studies of classroom practices, several countries have published guidelines to define what high quality teaching is (e.g. National Board for Professional Teaching Standards in the U.S or Teachers' Standards in the U.K). The main intent was to revise and strengthen the professional profile of effective 21 st century teachers. While the standards vary in content from one country to another, the underlying principle is congruent: to specify key professional knowledge, values and attitudes, in other words, teacher competences (European Commission, 2013) . The minimum requirements agreed upon are the content knowledge, pedagogical knowledge and pedagogical content knowledge.
In Turkey, particularly as part of the integration process to the European Union, the Turkish Ministry of National Education (MoNE) initiated a project to restructure education in 1999. Within the scope of this project, national teacher standards have been finalized and endorsed in 2006. The generic teaching competencies have been collected under six basic domains as "Personal and Professional Values-Professional Development", "Knowing the Student", "Learning and Teaching Process", "Monitoring and Evaluation of Learning and Development", "School-Family and Society Relationships", and "Knowledge of Curriculum and Content", which were further divided into subcompetencies and for each sub-competence performance indicators were defined (MoNE, 2006) . In response to these changes, the Higher Education Council (HEC), the sole official body responsible from higher education, has embarked on organizational and curriculum changes in order to strengthen teacher education (Kırkgöz, 2007) . With the curricular reform the HEC set out to resolve the structural and conceptual fragmentation in all teacher education programs (for further information see, Grossman et al., 2010; Akşit, 2007) . Thus, as part of this reform in order to ensure quality and to provide a solid foundation for student teachers a competency-based model was adopted. Accordingly, HEC set the following four competence areas and the performance standards expected from the graduates of education (YÖK, 1999) With this model in order to help future teachers develop the knowledge, skills, and practices for teaching English as a foreign language (EFL) pre-service teachers are given opportunities to amalgamate pedagogy and subject knowledge through practice in real classroom settings. In other words, they are given chance to "learn to practice in practice" (Darling-Hammond, 2010 p. 40) . This clinical practice during initial teacher education is suggested to provide prospective teachers "develop an image of what teaching involves and requires" (Hammerness, Darling-Hammond, & Bransford, 2005, p. 398) . At the end of this practicum period, student teachers are evaluated via using a grid prepared by HEC designed according to the teaching competences performance indicators.
In the Turkish context research investigating pre-service EFL teachers' perceptions on their teaching competencies is few in number. In a study conducted by Şallı-Çopur (2008) it was found that the EFL graduates perceived themselves competent in most of HEC's competence areas, while they need improvement for competencies of language knowledge, spoken use of English, classroom management, assessment and instruction. Similarly, Kömür (2010) investigated the relationship between pre-service teachers' teaching knowledge and self-rating of competencies and their practicum experience and found that the ELF students felt sufficiently equipped in the teacher competency. In a recent study, Kızılaslan (2011) explored senior EFL student teachers' competencies regarding teaching of the four language skills and she found a misfit between the competencies required by the Ministry and the competencies exhibited by the student teachers.
Pre-service teachers' visions
Learning to teach, likened to a journey to becoming a teacher (Freese, 2006) , is a complex process throughout which necessary teaching knowledge and skills gained and conceptions about the nature of learning and teaching are formed (Collins, Selinger, & Pratt, 2001 ). Many student teachers, enrolled in their programs with already existing beliefs, dispositions and attitudes, are de-educated and enculturated into teaching profession. Throughout teacher training, in addition to gaining knowledge and skills, student teachers also develop an identity as a teacher (Hammerness, et al., 2005) . Hammerness, Darling-Hammond and Bransford (2005) consider teacher identity as critically important arguing that the identities teachers develop shape their dispositions, their effort in professional development and their understanding of teacher roles. Teacher training programs, by emphasizing various aspects of teaching and learning, act as agents for the development of teacher identities. Hammerness (2003 Hammerness ( , 2009 argues that programs designed with a clearly articulated shared vision reinforce images of good teaching, which in turn help teacher candidates develop self-images -visions.
Vision, though rooted in beliefs, is different from beliefs since it is a teacher's personal commitment to inspire children (Fairbanks, et al., 2010) . Different scholars define vision in various ways. For example, while Shulman and Shulman (2004) describe it as images of particular learning activities that represent how the teacher will teach, Duffy (2002) defines it as "a personal stance on teaching that rises from deep within the inner teacher and fuels independent thinking" (p. 334); and Hammerness (2008) considers it as the teacher's image of ideal classroom practice -what the classroom environment will be. These self-images mediate between thought and action (FiemanNemser & Floden, 1984) and guide their teaching classroom practices (Shulman & Shulman, 2004) . Fairbanks and colleagues (2010) further claim that "vision may take teachers beyond knowledge, instilling in them a commitment to inspire students to be something more than just academically competent" (p. 164). Thus, Hammerness (2003) suggests studying teachers' vision in order to better understand and appreciate the decisions they make in their classrooms.
As for the pre-service teachers, examining vision may provide teacher educators information on the deficits of the curriculum, as well as help us better understand student teachers' strengths and weaknesses. According to Hammerness (2003) , it may provide a means for teacher educators in three ways: 1) to validate and build on teachers' hopes and dreams, 2) to help new teachers "plumb the depths" of their beliefs and goals and 3) to assist new teachers to understand and deal with the gap between their hopes and their practice (p.52). Compared to the rising interest in teachers' vision in the Western cultures, research in Turkey concerning pre-service teachers' vision in general and pre-service language teachers' vision in particular is scarce. To our knowledge there is a single study in EFL context conducted by Tercanlıoglu (2001), examining pre-service teachers' views of themselves as readers and future reading teachers. With respect to self-perceptions as future teachers of reading in an EFL, she reported that the pre-service teachers themselves were not very motivated to teach reading. Despite the emphasis on language teacher competences and teacher quality, we still know very little about pre-service EFL teachers' visions and future projections, as well as their perceived level of teaching competence.
The goal of this study was to investigate the perceptions of pre-service EFL teachers regarding their level of teaching competences, and their visions. Thus, the central research questions of this study are:
1. To what extent do pre-service teachers perceive themselves competent as EFL teachers?
2. How do they project themselves as future EFL teachers?
Method and Material
Since the research aimed at investigating the pre-service teachers' (henceforth, PTs) perceived level of teaching competences together with their future projections, the study employed a convergent parallel mixed-method design in which both quantitative and qualitative data were collected independently and then merged. Data was collected following the last student teaching at the end of the spring semester.
Participants
In the study the participants were full-time undergraduates of TEFL (Teaching English as a Foreign Language) program at a Turkish state university. The data was collected in 2012-2013 academic year. The program is a 4-year pre-service TEFL teacher-training program, with a yearly intake of 65 students. 40 pre-service EFL teachers (12 male, 28 female), aged 20-21 participated in the study. All of them were native speakers of Turkish.
Data sources
The quantitative data was collected utilizing Teaching Competences Self-Assessment Tool. The tool was originally developed by Fer (2007) to be used by the observing supervisor in order to assess teaching competences of PTs' student teaching. Originally Fer (2007) developed the tool by using the practicum assessment grid which is filled in by the observing supervisor. The researcher adapted the tool by re-writing the statements as "can-do" statements. The tool is a 38-item likert scale self-assessment asking PTs to evaluate their perceived capacities in the following domains: content knowledge, pedagogical content knowledge, instructional strategies, classroom management and student engagement. The participants responded each item on a 4-point scale ranging from (4) excellent to (1) poor. Sample statements are given below:
• I can identify misunderstandings and misconceptions in student learning (pedagogical content knowledge) • I can choose the evaluation and assessment technique best suit my students (instructional strategies)  I can manage disruptive student behavior (classroom management)
The tool was administered after student teaching before supervisor-student teacher seminar. The Cronbach alpha value measured by the researcher was 0.80.
The qualitative data was collected through teaching philosophy papers which the participants were supposed to write as a final task at the end of student teaching. This study is not a design experiment in which an intervention is designed and implemented (Collins, Joseph, & Bielaczyc, 2004) , but rather, is descriptive in nature aiming at exploring PTs' personal projections at the end of teacher training. Therefore, the teaching philosophy was a written reflection task they were supposed to include in their student teaching dossiers. The software MAXQDA was used to assist in organizing the data emerging from the papers. The data was analyzed using content analysis method (Miles & Huberman, 1994) . After reading student papers, the texts were divided into minimum meaning units and each unit was coded. When the initial coding of data was completed, codes were grouped into categories and themes. In the process of data analysis, two research team members crosschecked the coding of responses and the categorizations, and refined the set of codes in the light of insights generated from reading and coding the data. Consensus was achieved upon discussions on differences in coding and categorizing the themes. The reliability of the data analysis was enhanced through this crosschecking process (Cohen, Manion & Morrison, 2000) .
Findings
Findings presented below are divided into two parts; findings in terms PTs' self-assessment of teaching competences and findings in terms of their future projections.
Pre-service teachers' teaching competences self-assessment
The quantitative data, collected via Teaching Competences Self-Assessment Tool, was analyzed in order to examine the student teachers' perceived strengths and weaknesses in five teaching competency domains. The overall mean score for the teaching competences self-assessment tool was found 2,6 with a standard deviation of 0,06. The overall mean indicated a medium level of selfefficacy. The results showed that they felt themselves more competent in content knowledge (m=2,73), student engagement (m=2,69) and pedagogical content knowledge (m=2,6). However, our students perceived themselves to be less competent in the domains of instructional strategies (m=2,55) and classroom management (m=2,54) (see figure 1). International Journal of Human Sciences, 11(2), 27-39. doi: 10.14687/ijhs.v11i2.2920 32 The small standard deviation measured in the analysis shows that our data points are close to the overall mean, which indicated that the responses of the participants were fairly uniform, and there was a general consensus among the sample. In other words, the PTs participated in the study had fairly uniformed perceptions regarding their teaching competences.
When analyzing each of these six domains in depth, the statement with mean one standard deviation lower than the overall mean score was classified as an area which needs improvement. The areas of practice in need of improvement were working with diverse population (m=2,17), time management (m=2,33), monitoring student progress (m=2,35), preventing disruptive behaviour (m=2,41), connected learning (m=2,46), giving homework and assignments (m=2,48), motivating learner (m=2,48), assessing learning (m=2,48) and error correction and giving feedback (m=2,53) (see figure 2). 
Findings in terms of pre-service teachers' visions
The themes addressed by most participants were coded under the following six categories: 1) becoming a teacher, 2) teaching styles and teacher role, 3) expected learning outcomes, 4) methodology 5) materials and 6) learning environment. The themes, definitions and percentages were presented in Table 1 . The findings will be presented with direct quotations from the participants. The names initials were used in the quotations. 
Becoming a teacher
Under the theme of becoming a teacher the most frequently repeated code was "professional development" which is related to the need of being up-to-date and keeping up with the changes and innovations while practicing as a teacher. When we consider that our participants were preservice teachers, the frequency of this code was quite promising.
As a teacher of future, I know that I should keep myself educated through constant reading and learning about new ways of teaching English. But I am well aware of the fact that reading is not enough, therefore I would like to be more involved in educational activities, attend educational talks and participate in forums or conferences to further expand my knowledge [EA] .
This can be interpreted as an indication of enthusiasm towards teaching profession and being aware of the importance of following developments in teaching and learning. During their journey to becoming a teacher, nineteen participants mentioned their gains from their undergraduate program and the influence of practicum experience. One PT, for example, described practicum as "an invaluable experience" increasing her teaching efficacy. In addition, eleven out of forty mentioned their past experiences as a high school student, and how those experiences influenced shaping their idea of good teacher. For example, one of the PTs reported the positive influence of her high school English teacher by saying:
When I was at high school, my English teacher, taught us English by using inductive methodology. His lessons were always fun and I learned much in this way. And now, I remember my experiences as a learner and want to be a teacher like him [HA] .
Teaching styles and teacher roles
In their teaching philosophy essays the most frequently mentioned teacher roles were being a role model, facilitator and guide. The teaching styles preferred by the majority of the PTs were teacher as facilitator, teacher as guide and teacher as delegator.
I will always try to understand my learners and be as supportive as possible. I know that I will encounter with difficulties and everything will not be as ideal as I hope. But I believe I can overcome these difficulties by experience. [YB] I believe in order to establish a good learning environment; a teacher should act as a guide and direct the kids' curiosity towards learning. I hope to be a guide; provide access to information rather than acting as the primary source of information. I am well aware of the fact that I need to create opportunities for my students to discover and practice their skills in authentic situations. [CÖ] I believe in focusing on individual needs, and involving students in the process of their own learning. And I think that individual differences need to be recognized, respected, and even celebrated in language classrooms.
[BI]
Although they were few in number, there were PTs who preferred more teacher-centred styles. For example, FA defines teaching as "transferring knowledge to others" and EC defines teacher as "the source of knowledge". Although these participants did not describe themselves as formal authority, still they considered themselves as presenters and source of information.
Expected learning outcomes
As for the expected learning outcomes, we could detect the following four recurring codes: 1) lifelong learning and learner autonomy, 2) communicatively competent, 3) critical thinking and creativity and 4) active participant. More than half of the PTs mentioned active student participation and critical thinking as their main expected learning outcomes.
I believe that by creating a student-centred learning, my students will be able to take the responsibility of their own learning.
[MU]
My philosophy is comprised of four main components. First, I believe in fostering independent, critical thinking, which ignites the spark of curiosity. Second, in order to keep the spark alive, which furthers knowledge and promotes innovation, we must facilitate the acquisition of independent, life-long learning skills. Third, by preparing students to be respectful, equitable participants of society, we can utilize innovation and advanced knowledge. Finally, I believe in teaching effective communication. In my effort to achieve these objectives, it is my sincere hope is that my students would leave my class not with information about English, but as individuals who are communicatively competent in English.
[EA]
When we consider these codes in relation to teaching styles and teacher roles, we see that the expected learning outcomes are actually in harmony with the preferred teaching styles.
Teaching methodology
Regarding the conceptions of teaching methodology student-centred teaching caring for motivation and learner diversity appeared to be the basic teaching methodology. Incorporating learner diversity in instruction and discovery learning were the most frequently repeated methodological principles.
Half of the student teachers also emphasized making connections to real-life situations and problems, which was coded as "authentic teaching", as a guiding principle in activity design and instruction. These frequently recurring codes might actually be considered under an umbrella term: constructivist teaching.
As a teacher candidate, my first aim is to make sure that my students do not see English just as a lesson but as a skill that will contribute to their lives in many ways. This is possible only by giving them the freedom to think and discover. To ensure this, I plan to use inductive teaching method in my classes. Moreover, I also appreciate that each individual is unique; therefore I will take their ideas, opinions, criticisms and suggestions into consideration. These are my key principles for teaching.
[YS]
I believe that giving importance to contextualized learning and creating opportunities for students to use and practice the language is of great significance.
[ZC]
Instructional design principles
Seven PTs out of forty expressed the idea that being "authentic" should be the basic quality of effective classroom materials. Additionally, learner variables like interest, age and needs were sated as important points to be considered in syllabus design. Although only one half of the PTs mentioned about the nature of materials they will utilize in their future careers, it was promising to see that they recognized technology as a teaching tool.
She/he [teacher] has to plan according to the students' level, learning pace and needs.
[SM]
Teaching materials and methods to be used in a language classroom should be interactive, interesting, entertaining and more importantly authentic.
[YE]
I like to utilize technological tools in my lessons, because I believe that electronic materials and software will help me actively involve my students into the lesson.
Learning environment characteristics
There was a consensus among PTs on the idea that classroom environment influences learning. The basic qualities they mentioned to describe language classroom that foster learning were comfortable, non-threatening, stress-free and democratic.
In English lessons I think developing students' communication skill is the ultimate goal. I want to create a stress free environment for my students, so that they can speak, learn and communicate without anxiety.
[ZO]
In my opinion, a caring and safe classroom in which pupils are given equal rights and responsibilities fosters learning. The children can become responsible members of the classroom community by using strategies such as class meetings, positive discipline, and democratic principles. I believe that I can give them the tools to become successful in life, to develop self-confidence, and to love others.
Discussion
The findings from the teaching competence self-assessment indicated that our PTs' perception related to various teaching competencies were uniform. The overall average indicated that they felt themselves competent enough in teaching. The strongest competency domain was contentknowledge; however, the weakest competency domain was the classroom management. This result showed that they needed further help in classroom management. Actually, classroom management appears to be one of the basic issues of pre-service and novice EFL teachers. For example, in her study with novice ESL teachers Numrich (1996) found that establishing good classroom management routine was the most initial concern of the subjects. One way of helping student teachers could be through creating more opportunities to work with learners.
When we consider the specific areas that need improvement, "working with diverse population" appeared to be the most urgent area to be catered. Particularly in the 21st century, due to the high mobility, classroom populations are becoming highly diverse. Learners are coming from different social, economic and ethnic backgrounds with a variety of educational backgrounds and learning styles. Since the composition of the class directly influence teaching and learning, we should consider making necessary changes in our course contents and teach pre-service teachers how to work with diverse populations. Some of other areas needing improvement, such as managing time, keeping motivation alive and managing disruptive behaviour are related to classroom management which are closely related to the efficiency of clinical practice. With respect to student teachers' competency level and the areas they need support our findings are in line with the studies conducted in Turkey (Seferoğlu, 2006; Şallı-Copur, 2008) .
From the findings of the qualitative data we can infer that our participants favour student-centred instructional strategies which foreground learning styles, needs and pace of the learner, which foster learner autonomy and life-long learning over teacher-centred strategies. They prioritize authentic teaching as a guiding principle in activity design and instruction. They emphasized the importance of comfortable, non-threatening, stress-free and democratic classroom atmosphere in students' learning. All of these could be interpreted as a signal that our participants will possibly adopt a constructivist approach to teaching. However, this tendency should be strengthened through more clinical experiences. As the statements of our student teachers confirmed, while becoming a teacher not only the theoretical information gained during the graduate programs, but also the practicum and student teaching experiences had great influence on their pedagogical formation.
One important theme that we expected to find in our participants' papers was the role of technology in teaching. There were only a few student teachers who emphasized the role of technology in teaching English as a foreign language and technology is an important instructional tool. This might be interpreted in two different ways: either technology did not have a place in our PTs' previous experiences as students for this reason they do not consider technological tools as having value in instruction, or rather they do not have enough pedagogical and technological knowledge to turn it into a regular instructional tool. Depending on my observations, I can say that the first is not the case as they use technology every day in their lives, but they are not good at using it as a tool in instructional settings. One reason of this is that although this new generation of undergraduates is technology proficient, in the current TEFL curriculum we are still teaching them about ICT and its tools rather than how to make use of these tools in classroom settings. The other reason is that we as teacher educators are not using ICT tools as part of our teaching practices that they could model.
Limitations
It is important to note here that not only is this a small scale study, but the findings are limited by the self-assessments and teaching philosophy papers of 40 pre-service teachers. Due to the limited sample size and the nature of data being self-reports, one needs to be cautious about the interpretation of the results. Furthermore, participants' future teaching projections were identified from their teaching philosophies written as a part of course requirement. Therefore, the teaching philosophies described in this study are pre-service teachers' espoused beliefs that may be normative in nature i.e., written to satisfy the reader or ideal that may not be enacted due to constraints. Hence, caution needs to be taken in understanding the findings gathered from the qualitative data. It should also be noted that although the written responses add to the accuracy of the data, exploring interesting and unexpected ideas or themes raised by the participants that might have been explored in face-to-face interviews were not available for the analysis. Thus, in future research studies inviting students for interviews over teaching competences would be of value.
Conclusion and implications
The results of the study give way to certain implications for community of teachers and teacher trainers. Schools that have become genuine learning organizations must be enabled to work in teams with smart networks; and to establish new learning cultures, teaching norms, and learning standards. Teachers must be inducted into new learning communities and initiatives and rewarded for student growth. Ensuring that every child has the opportunity to successfully participate in a knowledge-based, global workforce is a demanding challenge that requires the transformation of teacher preparation programs.
More opportunities should be created for student teachers to strengthen their competencies through experiences. The most efficient and effective way of helping them gain skills and competences is to create clinical experience opportunities to work with learners for longer periods.
Clinical experience will help them contextualize their learning and understand how children learn and behave. Through practice in real classroom settings their confidence, understanding and ability of teaching will increase. With the current curriculum our student teachers try to gain experience only through 6 h/w student teaching for 10 weeks period. We should consider creating new ways and opportunities for pre-service teachers to work with children well before senior year. As stated by Darlington-Hammond (2006) if we want teachers to "understand deeply a wide array of things about learning, social and cultural contexts, and teaching and be able to enact these understandings in complex classrooms serving increasingly diverse students" we need to engage ever more closely with schools and can seek for partnerships with local government bodies, businesses and NGOs working on child education.
In order to facilitate 21st century learning which calls for an immediate integration and implementation of ICT and to respond the demands, three enablers need to work together: resources, skills and curriculum. The Turkish MoNE has taken several measures regarding resources, and classrooms have been equipped with computers, laptops and smart boards. A classroom fully equipped with the tools and materials is more likely to achieve success than is a poorly resourced one. But providing resources is the easiest task to carry out. The key to integration is the classroom teacher's skills. Skills fall into two categories as technical and pedagogical. With skill and pedagogy a classroom teacher can manage limited resources, structure lessons to enable all students to have access to resources and may overcome limited resources. However, this is possible only through giving appropriate training and education to the teachers of future. The curriculum must change to reflect the paradigm shift we are experiencing.
We should redesign our pre-service programs to equip future teachers for their role in preparing students to live in a changing world. In order to strengthen teacher preparation more subject matter preparation, more intensive coursework on content pedagogy and more systematic and connected clinical experience is needed. Our students' recognition of the role of technology, signals us that the integration of information and communication technologies in the pre-service teaching and learning process should be reconsidered. Currently, our teacher education program includes a technology module. However, the focus is typically on technology skills and applications rather than the integration of technology across the curriculum. Now it is time to move from "learning about and with ICT" to "learning through ICT" phase (Pelgrum & Law, 2003) and integrate ICT as an essential tool in the curriculum. In order to adequately prepare future teachers, teacher educators need professional development in technology skills and applications, as well as in new pedagogical methods of incorporating technology into classrooms.
